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Abstract
 
The affective dimension ofcomposition has received less attention than its
 
cognitive counterpart,in research and in pedagogical practice. Affect comprises
 
the emotions,informs the choices we make,impels us to respond to cognitive
 
information,and characterizes imagination.
 
When affect is downplayed by people significant to us,such as our teachers
 
and parents,theimpactis often denial offeelings,and denial ofself-worth. In
 
composition teaching,affect is traditionally downplayed in terms of the
 
individuality a student writer brings to the composition,in terms ofteacher and
 
student response to the composition. When affect is denied this way,students are
 
effectively cut offfrom alarge portion oftheir intellect which,paradoxically,would
 
characterize successful writing: emotional presence or personalinvestmentin the
 
work. This denial ofaffect also thwarts a significant psychological need,the need
 
to construct narrative,to make sense ofthe world in terms ofits connection to
 
oneself.
 
Composition pedagogy mustincorporate affectively oriented instruction ifwe
 
wantour students to write well. Being used to years ofdisdain toward affect in
 
education,our students will need our supportand our example before they will
 
believe it is okay to feel. Individual instruction,or conferencing,is an effective way
 
to bring about this supportand encourage students'full intellectualcommitmentto
 
their work,partly because the instructor and student mustrespond to each other in
 
order to proceed,mustrespond effectivelyin order to progress.
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Chapter 1.
 
Background
 
Rational,emotional. Cognitive,affective. Objective,subjective. These word
 
pairs illustrate a simplifying dichotomy ofa complex phenomenon. Broadly,
 
cognition is thinking;affect is feeling. Although ourlanguage betrays our
 
compulsion toward simplification,thinking does not occur withoutfeeling,nor vice
 
versa,except as a psychological dysfunction or as a personality disorder. Wecan
 
also find in ourlanguage other examples ofthe relationship ofcognition to affect:
 
we define the hard,ruthless,or calculating person as unfeeling,one who literally
 
thinks withoutfeeling. Conversely,welabel as unthinking the person who is soft,
 
hysterical,or angst-ridden. Healthy,balanced people generally do notreason
 
withoutfeeling,nor do theyfeel withoutreasoning. Yet manystudents have been
 
taughtthat writing mustbe objective,that personal observations or responses are
 
too closely linked with emotion and are therefore subjective and have no place in
 
school writing.
 
The cognitive dimension ofwriting haslong been thefocus ofcomposition
 
research and ofcomposition pedagogy. The affective dimension,on the other
 
hand,is little understood,hardly regarded as a valid pedagogical concept or as a
 
legitimate subjectfor research. Mypurpose here is to examine briefly asource of
 
modern perceptions regarding affect,to define the affective dimension ofwriting in
 
such a way that its significance to the whole ofcomposition pedagogybecomes
 
evident,and to show how atoo-low level ofinterestin the affective dimension
 
adverselyimpacts student writers.
 
The modern separation ofcognitive and affective functions and the relative
 
disinterest in the affective have roots in antiquity. Plato,for example,feared affect
 
in others,especially in the responses ofreaders to written material where the
 
reader cannot readily question the author. Authors,in turn,had the responsibility
 
to write carefully,to not manipulate audiencestoward something notin the public's
 
bestinterest.
 
Plato's fear was that rational thinking would be shut outin the audiences
 
responding to emotional appeals. Rhetoricians,artists,or politicians,for example,
 
mightseek to influence the public by emotional appeal,relying on the connotative
 
power ofsymbols and metaphors rather than straightforward denotative
 
communication. And the public,for the most part,could be counted on to respond
 
emotionally,atleastin Plato's estimation. These emotionalresponsesseemed
 
uncontrolled on the part ofan audience,yet controllable by outside influences;
 
audiences can be provoked toward emotional chaos,putting the public welfare at
 
some risk.
 
Anything to do with affect would be better left to the philosopher,whether it
 
was writing or speaking or otherwise manipulating the affective response ofthe
 
audience. AsRosemary Harriott notes in Poetry and Criticism Before Plato.
 
Plato's"knowledge"is the"prerogative ofthe philosopher"(83). This idea,that only
 
philosophers have valid insight or true knowledge,seems to be at the root ofPlato's
 
distrust ofartists,who openly profess to court emotional responses;it also explains
 
whyPlato could perform the very acts he denounced when they were performed by
 
others. In sum,Plato'sfear is that rational thinking would cease in individuals
 
responding to the emotional appeals ofnon-philosophers.
 
Philosophers,however,were properly equipped to deal with emotionalappeal
 
and emotionalresponse. Plato'sPhaedms.for example,isfilled with comic touches
 
which C.J.Rowe,in his introduction to thePhaedms.calls"the deliberate
 
playfulness which runs through the dialogue"(Plato 12). Playfulness hasastrongly
 
affective function,intrinsically for the originator as well as extrinsically in its effect
 
upon others. In the dialog,Socrates teases Phaedrus,pokingfun atPhaedrus'
 
emotional state over a speech made by Lysias. Lysias is the unscrupulous sort of
 
speechwriter Plato railed against,one who would not hesitate to take advantage of
 
an audience by emotional appeal. Because Phaedrus is so enamored ofLysias'
 
speech,and ofLysias himself,Socrates'teasing provokes an emotionally defensive
 
responsefrom Phaedrus. Phaedrusresponds to Socrates,"when you've made a
 
speech differentfrom Lysias'...which contains more and ofgreater value,then
 
you'll stand in hammered metal beside the votive offering ofthe Cypselids at
 
Olympia"(Plato 39). Weknow thatPhaedrus is pouting here because his petulance
 
prompts Socrates to taunt him further;"Have you been taking me seriously,
 
Phaedrus,because Imade myteasing attack on your darling? Do you thinkIwould
 
really try to saysomething different...to set beside his wisdom?"(Plato 39).
 
Although itseems paradoxical that Socrates would take advantage ofPhaedrus'
 
emotional state in much the same way Lysias has,Socrates is a philosopher,nobly
 
motivated;thus his emotional manipulation ofPhaedrusis to be understood as
 
instructive and good.
 
The superior position Plato ascribed to philosophers survives todayin the
 
form ofthe teacher's unassailable authority. Teachers,or other authorities,have
 
acquired the reputation ofhaving the answers,ofknowing whatthings mean;thus it
 
makes practical sense to expect teachers simply to tell their students whatthe
 
teacher knows,to dispense with the pretense ofa dialectical exercise. The
 
philosopher using the dialectic,getting back to Plato's Phaedrus.seeks to educate
 
by asking leading questions ofa student,questions to which the philosopher knows
 
the answers,knowswhatthe hapless student is likely to say. The student,like the
 
witness under cross-examination,is compelled to answer only the questions asked.
 
not venture into unasked territory. While the student does actively answer the
 
question,the thinking remainslimited to whatis asked;thinking is passive in the
 
sense that itleads to a predetermined place. But this passivity toward education,
 
what manythink ofasa practical attitude,undermines the very essence oflearning;
 
that is,passivity denies the mental grappling with ideas and observations that
 
characterize learning. Idoubtwhether actuallearning can even be passive. This
 
mental grappling requires the strength and supportofone's affect,a discussion of
 
which Itake up later in this paper. For now,let me point outthat passivity,which
 
can be understood as blank or little affect,can be engendered by presuming that
 
teachers or philosophers have the ultimate answers,that questions teachers ask in a
 
dialectic would be trick questions,that the teacher knowswhatthe answers to the
 
questions are before asking them. Understanding that ultimate knowledge is not
 
the possession ofteachers or philosophers,and vitalizing one's affect,are necessary
 
preconditions to an active education.
 
Passivity toward education and the modem view that the cognitive and
 
affective dimensions are disparate constractsofintelligence,with cognition the
 
more important ofthe two,maythus be an extension ofPlatonic disdain of
 
emotionalresponse in non-philosophers. We have separated affectfrom cognition,
 
a necessary precondition for disfavoring one over the other. However,weseem to
 
have been too hasty infearing the affective dimension,for in backing awayfrom it
 
we have obscured its existence. In accepting Plato's point ofview,in fearing the
 
apparentlack ofcontrol that we may have over emotions,we have avoided dealing
 
in a constmctive way with emotion's persistent presence;with disdain followed by
 
avoidance,affect becomes easier to ignore. Cognition has becomeinstead the
 
focus ofattention,giving usahumanfunction to study over which we^ have
 
apparent control. Cognitive studies are controllable,quantifiable,and have the
 
semblance ofscientific truths. Nevertheless,in examining or teaching writing,a
 
pursuit which usually requires the full use ofthe writer's cognitive as well as
 
affective faculties,the exclusive focus on cognition denies alarge part ofthe writer's
 
intelligence:feeling.
 
Chapter 2.
 
Definition and Modern Perspectives
 
Inlearning to write,the affective dimension is inextricably bound with the
 
cognitive in a mutually influential,dynamic relationship. The affective dimension is
 
part ofthe writer and the individual's writing process;it is the part ofintelligence or
 
mentality that is comprised ofhow one feels,why one thinks.
 
The affective dimension does not exist as an isolable mentalforce,however.
 
Affect and cognition co-occur,each in varying degrees depending onthe individual
 
circumstances. Wherever a cognitive skillis used,there is an affective impulse that
 
helps prod it into action, Suppose weface the cognitive task ofbalancing a
 
checkbook. To do so we must have the cognitive ability to add and subtract;we
 
mustknow how to record the figures. Yetcognition is notthe only mentalfunction
 
needed. Whybalance the checkbook? Because we wantto know how much money
 
we have,because wefeel responsible to live within our means? Wanting and
 
feeling are hallmarks of affect. Ifwesuppose we might have a purely cognitive
 
reason,it is still our affect that tells us so,that tells us our cognition is pure,that
 
compels us to evaluate our thinking. Similarly in composition,affect is often the
 
force behind whywe think whatwe do,whywemake the rhetorical decisions we do,
 
whywe write,whywe use varying processes to compose;affect is part ofus and part
 
ofthe process we use to write.
 
Atthe invention stage ofa writing process,where a writer's experiences can
 
serve as resource material,the affective dimension is especially apparent. One's
 
experiences are colored byfeelings and interpretations;one's feelings and
 
interpretations are,in turn,colored by experiences. Even ifone is not writing about
 
one'sfeelings,they affect the choices made in writing,whether subject,tone,level
 
of diction. Besides experience,other invention techniques or resources are
 
affectively colored. Ifthe writer gathersinformation,affective impulses influence
 
at leastthe order ofeach item'simportance. Ifthe writer invents byfreewriting,the
 
affective dimension is heavily drawn on,freed from cognitive demands as much as
 
possible.
 
After invention,in mid-process composing and in revision,the writer mustbe
 
sensitive to the rhetorical needs ofthe reader on several different levels. The
 
writer mustimagine how the reader would respond;the writer mustbe able to
 
gauge and empathize with the reader's response. The writer must callon affective
 
faculties,as well as cognitive ones,to project that,say,statementX might alienate
 
the reader,while statementX with qualification Y mightsucceed in involving the
 
reader. Affective skills also allow usto differentiate between multiple readers
 
because affect is what partly makeseach reader respond differently. Cognitive
 
skills allow the writer to saysomething accurately;affective skills allow the writer to
 
saysomething effectively or ineffectively,to say it in different ways,whether
 
strongly,subtly,vaguely or pointedly.
 
Throughoutthe composing process,the writer mustbe sensitive to the needs
 
ofself,in addition to the rhetorical needs ofthe reader. Balancing selfneeds
 
against the reader's needs requires affective skill. Ifthe writer favors self-

satisfaction,the composition mayturn outto be self-indulgent or meaningless to
 
the reader. Ifthe writer over-emphasizes the needs ofthe reader,then the
 
composition maysound voiceless or detached from the writer. Affective skill allows
 
the writer to weigh the demands made,to perceive them,and ultimately to choose
 
whatto do with them.
 
Anotherfeature ofthe affective dimension is the significance ofa written text,
 
the fact ofits existence. As Mina Shaughnessy says,writing "is,above all,an act of
 
confidence,an assertion ofthe importance ofwhathas gone on inside the writer,an
 
exhibition ofhis thoughts or experiences"(Errors 85). The presence ofthe text
 
presupposestheimportance ofwhatthe writer says(or wants to say,since the text
 
might notsucceed in expressing whatthe writer intends).
 
Clearly then,any perceptions ofthe affective dimension that deny its
 
centrality in composition also denya writer full use ofmental power. Despite this
 
hazard,some modern perceptions ofthe affective dimension regard it as simply
 
behavior,transform affect into malleable numberswhich reduce individuality to
 
statistical probability,or limit the importance ofaffect to the writer's experience
 
apartfrom the actual working with words on paper. Other perceptions,whichI
 
discuss later,morefully acknowledge the importance ofthe affective dimension.
 
Affect as Behavior
 
Feelings are no different than physical behaviorsin that both are responses to
 
environmental provocation,according to the point ofview of"radical behaviorism,"
 
as explained by Donald Baerin his essay,"Whatis an Attribution thatThou Art
 
Mindfol ofIt?"(272). Baer discusses attributions(teacher's or student's
 
explanations for the actions or attitudes ofthe other)and expectations as hidden
 
behaviors which"respond to environmental contingenciesjust as do overt
 
behaviors"(272). Following Baer's reasoning,the feelings and attitudes that mark
 
attributions and expectations are not part ofaseparate affective dimension;they
 
are simply covert effects brought on by overt causes. Baer acknowledgesthe
 
existence ofinvisible,covertfeelings but asserts that these are no different
 
functionally than observable behaviors. Thus,in the behaviorist paradigm the
 
affective dimension does not really exist asI have described it, but asa modelofa
 
stimulus-response behavior;any other psychological dimension,including the
 
cognitive,also functionsin stimulus-response fashion.
 
The danger ofthe radical behaviorist view pointfor the field ofcomposition is
 
as extreme as the theory itself. Emotions,desires,needs become as mechanistic as
 
involuntary reflexes. In behaviorism,even voluntary actions do notoccur without
 
some external prod. Thus,complex feelings are the same as complicated reactions;
 
as such,complexfeelings have no greater significance than complicated reactions,
 
according to Baer.
 
Another danger thatfollows the mechanistic reduction offeeling is the denial
 
ofmental autonomy. According to the behaviorist model,one does not generate or
 
grapple with ideas or feelings;one merely reacts to external stimulation. The
 
problem for the student writer is that the behavioristscheme denies self-control
 
over one'sfeelings,which in turn encourages passivity. Ifone'sfeelings are only
 
responses to environmentalstimuli,and ifthe environmentofthe writing process
 
does not engender useful stimuli,then one's affect cannot be marshalled for use by
 
the writer;one's affective responses can only be endured. Ifthe writing proceeds in
 
a quiet,plain room,there is even less possibility ofexternalstimulation offeeling;
 
the writing produced in such an environment would be similarly devoid offeeling,
 
ofany indication thata sentient being was the author.
 
Affect as Statistical Probability
 
Like the behaviorist model,analytical studies ofcomposition pedagogy tend
 
to deny affect asfunctioning in aseparate dimension. Where behaviorism sees
 
affect as simply as covert behavior,statistical analyses group affective phenomena
 
with cognitive events. Also,statistical analyses quantify affect,seeking to present
 
numerically a quality offeeling. Quantification requires,it seems,the
 
simplification and alteration ofcomplex feeling into discrete units in order to
 
accomplish statistical analysis.
 
One such study is Arthur N.Applebee's Contextsfor Learning to Write,which
 
details the state ofcomposition pedagogyin high schools. The study relies heavily
 
on statistical data to examine the relationship between pedagogical tools and the
 
quality ofwriting which students are able to produce. Applebee statistically
 
analyzes"MeanPercentofTextbook Exercises Requiring Extended Writing,"
 
"Teacher-as-Examiner in Textbook Exercises,"and more,generating tables of
 
information ofmeasurable,concrete details which he then uses to describe the
 
pedagogicalsituation(ix-xi).
 
Primarily affective information is similarly tabulated,though it is not
 
distinguished as"affective,"or as otherwise differentfrom the tables ofother facts.
 
Some ofthe primarily affective material is gathered in"StudentReports of
 
Attitudes Toward Specific Writing Tasks"where the feeling ofwriters toward their
 
writing assignments~afunction ofaffect~is coded as either"perfunctory"or
 
"involved"(109). Thetwo designationsseem toimply that more complex attitudes,
 
say,"daunted"or"somewhatinterested,"or attitudes which change over time,can
 
be fitted into one oftwo categories. Also,in"StudentReports ofClassroom
 
Discussion,"where affect should function asa mediating or shapingforce,the table
 
lists only the namesofsix topics and matchesthem with"mean percentofpapers";
 
no mention is made ofthe affective influences on classroom discussion(105). And
 
writers'self-analyses oftheir owncomposing processes,which,by their individual
 
nature,should be heavily influenced by affect,are reduced to ten phrases ofone or
 
two words each in"Writing Processes Reported onPapersfor Selected Subjects"
 
(113).
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Theimplication that affect is quantifiable is a serious problem with statistical
 
analysis. This implication leads to another problem:if affect is in fact quantifiable,
 
then it is also objectifiable. Feelings become externalized data,disconnectable,
 
impersonalitems;this is,ofcourse,the direct opposite ofthe nature offeeling.
 
Either ofthese two results ofstatistically analyzed affect is fundamentally
 
dehumanizing because they denyindividuality. Whatmakesany materialsuitable
 
for tabulation is, after all,the degree ofits sameness with other material,acommon
 
denominator. Alsoimportantto statistical analysis is the narrowness ofdescriptive
 
labels;thus,complex feelings,like one's attitude toward one's writing process,
 
become pared down to misleadingly finite phrases which give afalsely simplistic
 
impression ofthe mentalengagementone must have with writing.
 
Insome way,narrowing the affective dimension to a point where it could be
 
statistically analyzed may make it easier to study,butin limiting affect to the
 
characteristics ofstatistics we disfigure affect,so thatwe end up studying statistics,
 
not affect. Asresearcher Mike Rose says,"there comesa point past which the
 
limiting ofaproblem changesthe problem"("Complexity"228).
 
Affect as Limited Experience
 
Limiting a problem is a positive step in the direction ofsolving the problem,
 
butseveral perceptions ofaffect,whichI presentin this section,limit the affective
 
dimension ofcomposition too narrowly. The limitsseem to bein place notto
 
facilitate understanding butto suggest aboundaryto thefunction of affect,beyond
 
which cognition takes over. One point ofview sees affect asfunctioning separately
 
from cognition,occurring in the stages ofcomposition apartfrom the actual writing;
 
others treat affect as peripheral to cognition,indirectly connected to the process of
 
writing. The indirect perceptions presentalargely negative picture ofaffect,
 
focusing on writer's block and avoidance strategies,as doesthe perception that
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affeet is largely motivational,focusing onthe derailing power ofwriting
 
apprehension. Another limiting view divides affective responses into two
 
categories,transient(or situational)and dispositional. This view focuses on the
 
dispositional emotions,fully dismissing the significance ofthe transient responses.
 
Finally,I discuss the notion that the significance ofaffect is merely developmental,
 
something wejettison when we reach maturity.
 
Affect as Very Separatefrom Cognition
 
Reed Larson,in his essay"EmotionalScenarios in the Writing Process:An
 
Examination ofYoung Writers'Affective Experiences,"seems at first to treat the
 
affective dimension ofcomposition as an omnipresent quality ofthe writing
 
process. Larson identifies the emotionsexperienced by writers ofbetter and poorer
 
papers,finding that the two groups each have characteristicfeelings that contrast
 
with those ofthe other. YetLarson ultimately separates cognition from affectin
 
such awayas to suggest that affect occurs extraneously to cognition.
 
There is much that is valuable in Larson'sfindings. In terms ofhow students
 
feel toward their work in progress,Larson documents that the more successful
 
writers experienced enjoymenttoward their work and wereinvolved with their
 
material. In contrast,the less successful writers felt either boredom or anxiety;they
 
had a generalinability to control the level oftheir involvement with their work so
 
that they became either too little involved or too much.
 
Larson's work in documenting whatstudents go through when writing well
 
and writing poorly is animportantfirst step in realizing the importance ofthe
 
affective dimension;it is even moreimportantin pointing to ways which our
 
knowledge ofaffect can be used to help teach. However,Larson's definition of
 
affect undermines its importance in composition byimplying that affect occurs
 
separately,before cognition. He divides writing into"two sets of mentalprocesses,"
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cognitive being the set of"rational processes ofordering words and ideas on the
 
page"and affective processes being the feelings,impulses,and drives that co-occur
 
in a writer's experience"(20). One implication ofsuch a schism is thatthe"real"
 
work ofwriting,thatis managing words and ideas on paper,is and should be purely
 
rational. From this perspective,the affective dimension,because itseems wholly
 
differentfrom"ordering ofwords,"becomes extraneous to writing. If affect is in
 
fact extraneous to the "rational processes"ofwriting,then perhapsfeelings are
 
better left ignored;why notskip them and getto the wordson the page directly?
 
Larson also describes emotional aspects ofthe writing process as either
 
"facilitative"or as"[disruptive]ofintellectual work"(20). In this description,affect
 
is either friend or foe,not really part ofthe individual but external,at least to
 
cognition. Again cognition seemsisolated,enshrined as the engine ofthe intellect,
 
with the affective dimension serving asfuel additives,notreally necessary,but
 
available.
 
Affect asPeripheral to Cognition
 
In a closer relationship to cognition than the"co-occurrence"noted above,
 
Mike Rose's studies ofwriter's blockshow affect assometimes melding with
 
cognition. In Sondra Perl's study ofbasic writer's composing processes,affect also
 
appears asasometimes moreintegrated force. In the commentsRose and Perl
 
make to set up their studies,and in the evidence oftheir students'rigidity toward
 
composition,theimportance ofthe affective dimension is apparent. It is in student
 
interviews with the researchers,however,where the importance ofaffect is fully
 
realized.
 
Rose sets up his work with writer's block with general observations about
 
composition which indicate the presence ofthe affective dimension. In his preface
 
to WhenA Writer Can't Write.Rose notes that"composing is marked by .. .
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gnawingfeelings ofinadequacy";"Inner conflicts," he adds,"manifest themselvesin
 
jumbled syntax and unclear diction"(ix). Here,the affective dimensionloomslarge
 
in the background ofcomposition as both an atmospheric phenomenon and as a
 
shaping force visible in the written product. Rose's statementsshow the negative
 
side ofaffect,a fitting introduction to work on writer's block. This down side of
 
affect,however,shows only part ofthe significance of affect.
 
In beginning her report,Perl notessome positive qualities ofaffect,relative to
 
research and teaching in general. Perl notes that"rapportand trust are necessary
 
for case study . . .research";towards that end,she chose studentsfrom her own
 
classes whom she was already"working with,relating to and getting to know... in
 
the daily interactive manner that enhances teaching"(17). Though Perl does not
 
specify that the affective characteristics ofworking with or relating to an individual
 
are key^ clearly it is affect that marksenhancementofteaching. The connection of
 
these affective qualities to composition specifically can be established where
 
successful teaching depends on working with and relating to individual writers.
 
Student writers mustreciprocate in maintaining this affective connection in two
 
ways:they mustrelate to their teachers and to the audience theyimaginefor their
 
work. Perl's purpose,however,is not to identify the variousformsin which the
 
affective dimension can appear. She merely points outthe enhancements as a
 
caveat to counteract objections to,or explain the subjectivity of,research involving
 
one's own students.
 
The centralfindings ofRose and Perlshow affect as disruptive ofcognition,
 
sometimesinvadingfrom the periphery to stymie cognition. In both studies,affect
 
appears as the student's emotional rigidity toward various aspects ofcomposition.
 
Rose's students cling to erroneous rules to such a degree that the students become
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unable to write. Perl's students avoid writing by setting up emotionally based
 
obstacles which make writing progress especially difficult.
 
The problem Rose's students have is the emotional rigidity with which they
 
cling to compositional rules. Writing becomesa rule to befollowed,notaflexible
 
or dynamic means ofexpression or communication. The utter contrast ofrigid
 
thinking and the flexible thinking characteristic ofwriting highlights the
 
psychological conflict,the affective problem,ofthe blocked writer. The affective
 
dimension is further underscored by Rose's assertion that these rules"are easily
 
replaced with or counterbalanced byfundamentalones ifthere is no emotional
 
reason to hold onto that which simply doesn't work"("Rigid Rules"399). And
 
there's the rub:ifthere is no emotionalreason to maintain rigid belief,then there
 
would be no blocking.
 
Blocking is a typical defense we have against too great psychological pain.
 
Wecan also protect ourselves by denying that we even have ideas or opinions to
 
write about;another strategy is to denythat whatwe think is worth writing about.
 
Emotional rigidity could lead also to avoiding writing,yet another psychological
 
defense we can employ when writing brings on a conflict too painful to bear. Perl
 
finds,for example,that the premature and constant editing her students do while
 
writing have"the effect ofside tracking,ofbusying students with the more
 
superficial aspects ofwriting.... Here editing becomesastrategyfor avoiding
 
writing"(29). In avoiding writing,or blocking altogether the ability to write,the
 
affective dimension plays a particularly central role,a defensive role which protects
 
the individualfrom psychological pain.
 
An extended role ofaffect emergesin Rose's discussion ofthe benefits his
 
interviews had for his students,apartfrom the cognitive instruction they received.
 
Perl's interviews were ofa different nature,serving primarily as a meansto observe
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the writing processes her basic writers use. Noting any progress her students made
 
wasbeyond the scope ofher study;she does notreport any changesin her students
 
as a result ofthe interviews.
 
MostofRose's one-to-one interviews resulted in instructional gainsfor his
 
blocked writers. Some ofthe students dropped their dysfunctional rules after the
 
interview with Rose revealed their presence and insidiousness. Rose says the
 
students'changed because theylearned,in the interview,that rules should not be
 
blindlyfollowed,but considered carefully. It would be revealing to ask these now-

unblocked students whatspecifically aboutthe interview helped them. Isuspect
 
part ofthe benefit derivesfrom the interview situation itself. In this sort of
 
interview,the student writers describe their writing processes and are notjudged or
 
criticized. Having someone listen,show interest,give feedback,orshow empathy
 
provides anindividual with emotionalsupport,even ifindirectly;a studentwould
 
likely feel validated as a competentthinker,empowered witlt self-possessed
 
capabilities. Thus,astudent's self-concept as a writer will likely be positively
 
bolstered and affirmed because the nature ofthis interview assumesa non­
judgmental relationship between the interviewer and student,on the level ofwriter­
to-writer.
 
Rose explains that one of his students did not unblock after an interview with
 
him. In Rose's words,"Her case . . . reminds us thatthe cognitive often melds
 
with and can be overpowered by the affective,"("Rigid Rules,"400;emphasis
 
added). Butis it possible for any cognitive process to be devoid ofaffective
 
influences? A similar attempt atseparating concepts which actually are
 
complementary exists in the usual distinction made between objectivity and
 
subjectivity,that objective observations are devoid ofpersonal bias while subjective
 
ones are colored by opinion. Yetno matter how objective we think we are,
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S"
 
choosing to set up aresearch project one wayand not another,for example,or
 
choosing to follow a particular thought pattern and not another,marks a subjective
 
distinction. The pointto be made,asidefrom the issue ofpreciseness oflanguage
 
and the reality we wish it to describe,is thatifcognitive processes are said to often
 
meld,instead ofnecessarily meld with affective processes then that description is
 
incomplete. The affective dimension ofthe writing process isjust that~a
 
dimension,partofthe process,aninterwoven complementofthe cognitive
 
dimension and vice versa.
 
Affect asPrimarily Motivational
 
A writer mustwantto write,or at the veryleast value the activity,as John
 
Dalysaysin his essay on writing apprehension. He addsthat"A positive attitude
 
about writing is associated with,and mayeven be a critical precursor of,the
 
successful development and maintenance ofwriting skills"(44). Dalyfocuses on
 
the attitudes ofwriters,those attitudes which psychologists call"dispositional,"
 
whichreflect enduring characteristics,or traits,ofthe writer as an individual. (The
 
distinction between dispositional and situational attitudes has serious implications,
 
which I discussin the next section.)
 
Writing apprehension isjust one ofmany possible personality traits. Daly
 
notes that"writing apprehension is conceived ofas a relatively enduring disposition"
 
(47). Writing apprehension in the context ofpersonality traits hasled researchers
 
to develop a broader connection ofwriting apprehension to many"personality
 
variables,"amongthem gender and self-esteem(47).
 
Ironically,this extended correlation ofwriting apprehension to many
 
personality variables does little to specifically connect affect in generalto writing.
 
The apprehension construct as discussed by Daly links affect to personality,but
 
relative to writing,apprehension remains an amorphous abstraction in control ofa
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writer's enjoymentor dread ofwriting,in control ofa writer's motivation. For a
 
writer to reverse the situation and seize control ofthis part ofaffectseems difficult,
 
perhapsfutile. This notion suggests that our affect controls us,that we are limited
 
by om*emotionsinstead ofin control ofthem.
 
Affect as Situational
 
The distinction between situational emotionalresponses and those which
 
comefrom one's personality,or the dispositional emotions,maybeimportant
 
conceptually and pedagogically,"for we have atendency to make generalizations
 
about people's emotionalresponsesfrom limited observations"(Rose,"Complexity"
 
235). Rose goeson to say that the understanding that"Emotional reactions are
 
more often than not specific to the situation and are not evidence ofgeneral
 
affective traits. . . should be centralto our theory building as well as to our
 
teaching"(235). Rose's warniiigis sound and rational;it presents,however,a
 
temptation for another humantendency besides generalization.
 
There is a tendencyto apply such dicta as"...should be central"in a tunnel-

vision manner,so that"central"comesto mean"the onlyidea." Situational affective
 
responses,because they are transient,are in fact worthy ofinvestigation. They
 
pointup the variability ofwriting contexts,and for this reason at least,the
 
situational responses compelfurther investigation.
 
Imagine,for example,an assignment to write an essay discussing an object
 
that has no apparent monetary value,only personal value;the writer will need to
 
describe the object and explain or discuss why it is personally important. Suppose a
 
student given this assignment has an attack ofanxiety,eventually settling into
 
apathy. The student's rough draft,really only an array ofincomplete thoughts,
 
describes broadly an object that could belong to anyone;the notes are devoid of
 
personalinvolvement or interest in the thing or the paper. Thefinal draft is little
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more than atyped version ofthe rough draft. There aresome serious problems
 
with the studentin this situation,perhapsthe inability to express personalthoughts
 
in writing,the lack ofan abstractsense ofpersonal value,the inability to apply
 
abstract conceptsfrom concrete details,or an inability to function in higher-level
 
thinking. Butifthe student does better on other assignments,those which require
 
less personalinvolvement,then the problems with the first one are likely to be
 
overlooked as merely transient. Sincefew people reactthe same wayto different
 
situations, most affective responses to writing situations will be transient. Thus,the
 
profession has been able to ignore the study ofthe affective dimension ofwriting
 
except where students'develop deep and persistent problems. Waitingfor these
 
problems to become deep and persistent mayin factfacilitate their depth and
 
persistence.
 
The scenario outlined above is not hypothetical. Yolanda,a studentwhoI
 
presentin greater detailin chapter 3,found herselfwith the same assignment. She
 
was extraordinarily detached from whatshe wrote,a troubling state especially since
 
the assignment called for personal attachment. In conference she could verbalize
 
some interesting and importantinsights about herfeelings toward this object,her
 
car. Yolanda'scar meanther independence,since with it she was able to go where
 
and whenshe pleased,and it represented a kind offamily continuity since it had
 
been her mother's first car. Yetwhatshe had written was a bland description that
 
could have applied to almost anything with four wheels belonging to anybody else.
 
She orally described the value ofindependence,that is,she said,"NowIcan go
 
places without having to ask anyone to take me,"butwhenIoffered her the word
 
"independence"as something to explore in her essay,she said"No,it's[the car]not
 
really thatimportant." I asked her ifit was takenfrom her how would she feel,
 
wouldn't she miss it,wouldn't she missindependence,wouldn'tshe be upset? "I
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suppose. No,notreally. It'sjusta car." She talked herselfoutofherfeelings when
 
it came down to writing them. Acommentmade by her instructor aboutYolanda
 
asastudent is very telling:"Yolanda doesn'tseem to be really here(in class)." Her
 
affect is nearly blank,giving the impression ofanincomplete person,at least when
 
she's in composition class;and hers is notan unusual case. Mostteachers have
 
witnessed a student's simultaneous physical presence and emotional absence. The
 
prevalence ofthis schism alone mandates detailed research into the affective
 
dimension ofwriting,demandsthe attention ofthe academiccommunitytoward
 
how studentsfeel and whytheyfeel the way they do.
 
Affect as Developmental
 
Apartfrom the work ofRose,Perl,Daly,and Shaughnessy noted above,who
 
studied college writers,research interest in the affective dimension ofcomposition
 
in post-high school writers is relatively low;generalinterestin the affective
 
dimension ofadult writers'composing is almost nil. The bulk ofaffectively based
 
research—and instructional—interestlies with the developmentofchildren,their
 
emotional growth as connected to their learning to write.
 
In this category,attention to the affective dimension is treated as a stage of
 
mentalgrowth. Some children's writing assignmentsfocuson tapping their affective
 
selves. Kenneth Koch's book,for example.Wishes.Lies and Dreams,focuses
 
ostensibly on helping children write poetry. Through poetry writing,children gain
 
access to the richness oflanguage through enjoymentand play with language. The
 
affective dimension ofthis type ofwriting is the meansby which these writers
 
succeed. Another example,Rosemary Colwell's essay,"Don'tForgetthe Human
 
Touch,"concernsthe affective dimension oflearning in general,making a pleafor
 
teachers offirst-graders to incorporate acknowledgementoftheir students'feelings
 
into their classwork;she illustrates how she uses specific writing assignments to
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provide this"humantouch."(Her students each take home the class teddy bear for
 
aweekend and then write aboutthe experience,real orimagined,including a
 
character study ofthe bear,as each child imagines it.)
 
While Koch and Colwell's workfocus on specific applications ofthe affective
 
dimension ofcomposition,other work defines boundaries ofaffective functions.
 
Forexample,the limitation ofthe affective dimension to the beginnings of
 
emotional growth is afeature ofPeggy Jolly's essay,"Meeting the Challenge of
 
Developmental Writers." Jolly uses the developmental stages ofPiaget to suggest
 
that experiences which involve the ego,which are self-referential,mark the
 
beginning ofmental development;the individual hasreached maturity when able to
 
synthesize abstractions,seen as principally a cognitive achievement. Ifthe ego
 
embodies affect,and abstractions embrace cognition,then one can infer thata
 
mature individual has little need or use for affect. WhatJolly makesofPiaget's
 
schedulers that"the final stage ofcognitive development... is usually not present
 
until late adolescence and maybe delayed ifthe individual has not been challenged
 
to examine or to defend her thoughts and actions or has passively accepted what
 
she hasseen or heard withouttrying to understand its implications"(33). In other
 
words.Jollyseems to be saying that affect promotes cognition,providing the
 
impetus to defend cognitive challenges,or hobbles cognitive developmentifit is
 
passive aboutsuch defense. According to Jolly,affectseems tofunction prior to
 
the"final stage ofcognitive development,"influencing it butfading awayonce
 
cognitive development has matured. Thus,moving beyond the affective dimension,
 
in Jolly's depiction,seems to be a measure ofcompetency;for more competent
 
individuals,affect has diminished importance. Jolly's interpretation marginalizes
 
the affective dimension,thus making the study or discussion ofaffective
 
experiences out ofplace relative to higher level expository writing.
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Thefocus ofthese studies,particularly the circumstance oftheir representing
 
the bulk ofaffective research,implies that affective responses are e;q)erienced by
 
novices or children only,that emotionsshould be tapped only as a prologue to
 
moreimportant,or more mature,kinds ofwriting. The lack ofsimilar work
 
focusing on older writers implies that the affective dimension becomesunimportant
 
in more experienced writers. Atsome pointin their education,research seems to
 
be saying,students no longer need a"hmnan touch." The apparent withholding of
 
emotional acknowledgementfrom young adults and older individuals is inherently
 
isolating;isolation presents a serious conflict with at least the communicative
 
impulse to write.
 
The perception ofaffect as limited to die beginnings ofindividual
 
development maybe a result ofattempting to broaden our students'awareness of
 
the world beyond the bounds oftheir egos;we wantour children to grow
 
emotionally by admitting the concerns ofothers into their regard. Butby
 
downplaying emotions as our children mature,we risk delivering the message that
 
emotionsshould be abandoned altogether. Denial offeelings,whetherin
 
composition class or in alarger community,can lead to diverse emotional
 
problems,from having"nothing to say"tojudging one's ideas as"dumb"or"no
 
good"to a generallack ofself-esteem.
 
In chapter 3,1 discuss the seriousness ofaffective denialin greater detail;the
 
seriousness becomes more apparentin light ofthe research perspectives that more
 
fully acknowledge the importance ofthe affective dimension,also taken up in the
 
next chapter.
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Chapter3
 
Comprehensive Perspectives onthe Affective Dimension
 
and the ImpactofDenial
 
Having explained research perspectives which considered the affective
 
dimensioninalimited or negating way,in this chapterIwill examine more
 
comprehensive perspectives onthe affective dimension. Some ofthese perspectives
 
deal with affect as a necessaryfeature ofgeneralintelligence;the work ofHoward
 
Gardner,for example,establishes thatthe influence ofothers is critical to our self-

concepts and part ofbeing human. Other ofthese perspectivesfocus on the
 
centrality ofaffect to learning,particularly the affective impactteachers generally
 
have on their students. The affective dimension is specifically applied to
 
composition in Brannon and Knoblauch's work on the impact composition teachers
 
have on their students and in Brand and Powell's work identifying the role of
 
emotionin writing.
 
The points ofview I discussed in the previous chapter limit or negate the
 
importance ofthe affective dimension. Those perspectives have had,and continue
 
to have,profound effects. To putthese effects in context,I contrastthem with the
 
more comprehensive views ofaffect presented in this chapter. I also discuss the
 
result oflimiting or denying affect generally,as well as the consequencesspecific to
 
learning. I cite the work ofCarlBereiter and Marlene Scardamalia,which shows
 
how affectfunctions in two kinds oflearning,one which makesfull use ofthe
 
affective dimension,resulting in more independentlearning,and the other,which
 
ignores affect,resulting in dependentlearning. Case studies ofstudent writersI
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have worked with illustrate the result the hmited perceptions ofaffect have had on
 
students.
 
Affect as a Feature ofIntelligence and Learning
 
Comprehensive perspectives ofaffect,like the following,view affect as an
 
essentialfaculty,at least asimportant a part ofintelligence as cognition. The
 
following perspectives also identify components ofaffect which are particularly in
 
sync with cognition,arelationship which largely defines intelligence and learning.
 
Atthe beginning ofchapter 1,1said that people do notreason without
 
feeling. A component offeeling,or affect,is the influence others have on our self-

concepts. Educational psychologist Vernon Allen goesso far as to state that"it is a
 
truism in social science that to a very large extent one's selfperception rests upon
 
the responses received from others"(378). Howard Gardner similarly views the
 
reciprocal roles ofselfand others. In Frames of Mind,he writes,"the fact thatone
 
is a unique individual offeelings and striving,who must rely on others to furnish the
 
tasks and tojudge one's achievements-is an ineluctable aspect ofthe human
 
condition and onefirmly rooted in our species membership"(254).
 
Animportantfunction ofthis affective reliance on others'responses is that it
 
allows communitiestoform,allows individuals to group around some commonality,
 
whethercommon beliefs,common interests,orcommonknowledge. Further,these
 
communitiesinform our decisions regarding these beliefs,interests,and knowledge.
 
Theinfluence ofothers and the communitieswe align with are part ofa mirror we
 
hold up to ourselves whenwelook for a measme ofself-worth.
 
Ofcourse,affectis notan isolable force. Neither is affect the only reflection
 
we see in the mirror;we also receive cognitive information. Cognition gives us
 
somefacts aboutthe imagein the mirror: these beliefs fall into that category,these
 
interests are shared by that group,this knowledge teaches me these things. Thus,it
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is our affect that tells us whatto make ofthe facts,the cognitive information. Full-

functioning intelligence,then,requires the affective dimension to shape cognition,
 
to progress mentally in any way. Thus,it should come as no surprise thatlearning
 
too is subjectto the same affective shaping.
 
Asinterconnected as affect is to cognition,our sensitivity to the responses of
 
others demonstrates the significance ofaffect to the learning situation. Teachers
 
are among those others who influence students'self-concepts;the younger student,
 
especially,is subjectto the heavy influence ofthe instructor's authority. In his
 
essay,"Social Comparison and Education,"John Levine asserts that"student self-

perception[is]informed by verbaland non-verbal teacher evaluation and social
 
comparison-students compare themselves to other studentsin part to reduce the
 
discomfort of'cognitive vmcertainty'"(29). Learning theoristJerome S.Bruner
 
notestoo that the"teacher can become part ofthe students'internal dialogue"
 
(124). Notonly are we influenced by others,butwe actively seek others out. We
 
look for responsesfrom others to identify ourselves.
 
How we react to thisfeedback is anotherimportantfunction of affect. To
 
return to the school setting,the students'reaction,or attitude,mustbe an open one.
 
Bruner states thatlearning cannottake place in someone who is"strongly driven"or
 
overly anxious(50-53). A heavily negative attitude,for example,mustbe adjusted
 
before the student can effectively receive anynew information.
 
Given the presence ofall this influencing,responding,reacting,comparing,
 
feeling going on,it is essentialto makeroom for itin our theories and pedagogies.
 
Benjamin S.Bloom,et al., have similarly strong feelings on the subject. In their
 
Handbook on Formative and Summative Evaluation ofStudentLearning,they
 
write:"there is no reason teachers cannot treat affective information the way it is
 
handled in acounselor-counselee relationship"(236);it should be handled because
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affective information exists. Thefollowing are theories which do represent affect as
 
afull partner ofcognition in composition.
 
Affect as a Feature ofComposition
 
A detailed understanding ofhow affectfunctions generally in composition is
 
described in the study conducted by Alice G.Brand and Jack Powell. The work of
 
LilBrannon and C.H.Knoblauch further shows a specific application ofthe
 
affective dimension;they discuss the affective dimension in terms ofthe students'
 
ownership oftheir own texts. Reed Larson,whose conclusionsI discussed in
 
chapter2as ultimately externalizing affectfrom individuals,presents the cases of
 
students involved in major writing projects.In these case histories we can see the
 
affective dimension short-circuited.
 
Brand and Powell's study"reports a first systematic effort to describe the
 
emotionsinvolved in writing"(280). In"Emotionsand the Writing Process:A
 
Description ofApprentice Writers,"they investigate the"change in emotions during
 
the writing process and...the variables associated with emotionalintensity and
 
emotionalchange"(281). Citing Rose's work with writer's block,Daly and Miller's
 
work with writing apprehension.Bloom and Holladay's work with writing anxiety
 
and more.Brand and Powellpoint out that when the affective dimension ofwriting
 
is"studied,it is studied as disruptive ofthe process"(280). Brand and Powell note
 
that"No research has been carried outon composing using a more balanced
 
spectrum ofemotions. Noresearch describes theimpacton writing ofthe positive
 
affects,the negative affects,or the positive aspects ofnegative affects....no
 
single instrumentinventories a balanced range ofemotions associated with the
 
process"(280). Apparently emotions are slippery things,hard to pin down with the
 
absoluteness seemingly required by statistical analysis or scientific inquiry,asI have
 
noted in chapter 2. Yet,as Brand and Powell state,both theimportance of
 
26
 
"cognition to written discourse"and the"importance ofemotion to cognition"have
 
been established(280). Brand herselfcompleted another paper, "The Whyof
 
Cognition:Emotion and the Writing Process,"where she explores the question of
 
where affect doesfit in the composing process. Her work points to the difficulty of
 
determining where affect fits because the question implies that affect fits in one
 
spotand not another,which is simply notthe case. AsI have discussed,cognitive
 
processes are part ofthe sense we make ofthe world,the substance ofthe meaning
 
we attach to whatwe perceive,asI have discussed above;this meaning,in turn,is
 
"saturated with affect. Butthe profession sidesteps this"(Brand 437).
 
Inlooking closely at this relationship between affect and cognition.Brand and
 
Powelltogetherfind that the skill level ofstudent writers"influences the intensity"
 
ofthe emotionsranged as Positive(e.g.,excited,happy,relieved). Negative Passive
 
(e.g.,ashamed,bored,depressed),and Negative Active(e.g., anxious,frustrated,
 
angry)(283). However,animportantfacet ofthe skill level's influence was
 
"whether the skill was determined bythe instructor or bythe individual writer"
 
(283). Their findings dramatize whatI have noted above,that our self-concepts are
 
influenced by others.
 
In"Students'Rights to Their Own Texts,"Brannon and Knoblauch take up
 
another issue in the relationship between studentand teacher. Brannon and
 
Knoblauch show that typically,in teaching writing,the
 
teacher-reader .... assumes primaiy control ofthe choices that writers
 
make,feeling perfectlyfree to'correct'those choices any time an
 
apprentice deviatesfrom the teacher-reader's conception ofwhatthe
 
developing text'ought'to look like or'ought'to be doing, Hence,the
 
teacher more often than the student determines whatthe writing will be
 
about, the form it will take,and the criteria that will determine its success
 
(158).
 
WhatBrannon and Knoblauch have described is inattention to the affective
 
dimension. The"choices that writers make,"the determination ofsubject,form.
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and evaluative criteria,are made possible by the writers'affect. AsIstated above,
 
cognition presents the available choices;affect allows us to do something with those
 
choices. Asstudents'choices dwindle so does affect. Ifthe choices are made by
 
someone else,the student hasless to work with. Even Rose's"primarily cognitive"
 
approach to writer's block,which describes a thwarted composing process,could be
 
understood as a perceived limitation ofchoices;the writer's rigidity toward rules
 
has narrowed the choices to the ones that don't work. The blank affectsome
 
studentsshow,whichI discussin greater detail below,maybe aresponse to the
 
truncated availability ofchoices. Thus,as a comprehensive feature ofcomposition,
 
the affective dimension can be understood as strongly connected to the choices
 
writers make.
 
Where Brannon and Knoblauch describe the usurping ofwriters'choices,
 
Larson presents a case where the student was allowed to make his own choices,but
 
in an anxious state. Larson studied the emotions ofstudents writing,correlating
 
extreme anxiety with less successful writing. This student received the commenton
 
his paper that"much greater care was needed here in the proofreading than you
 
were willing to give"(26). The teacher had no awareness ofthe student's extreme
 
anxiety,over-care,as it were.The teacher identified the unsuccessful choices the
 
writer made,commenting further that the"paper tacklesfar too much...you skip
 
around your topic with no thoroughnessfocused on any major part"(26). But,by
 
that point,the teacher could not help the student with those unfortunate choices;
 
the project was over.
 
A subtle message emergesfrom such comments. With the force of
 
evaluation,the teacher's interpretation likely becomes the element mostimportant
 
to the student. The student's anxiety remains unperceived,unimportant,and thus
 
untreatable. And ifthe teacher's commentis as mismatched to the situation as the
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one above,the subtle message is that the student is not being heard or understood,
 
or thatthe student's feelings do not matter. In this case,mid-process conferences
 
orfeedback could have prevented much ofthe misunderstanding;a discussion with
 
the student would revealthatthe paper"attempts to cover a broad span of material
 
and thus relies on grand leapsin the attempt to pull things together. There is no
 
clear focus"(Larson 26). Larson adds that the student"putin lots Oftime and
 
effort,but his.. . anxiety kepthimfrom getting any distance on what he was
 
writing"(26). Instead ofseeing the manysurface errors as a sign ofan uncaring
 
writer,they could indicate,as Shaughnessy saySj and as Larson's case study bears
 
out,an anxious writer,or one whose thoughts are notfully developed.
 
The notion ofcaring aboutwhatone writes is a misleadingly simple axiom
 
describing a complex phenomenon. AsBrannon and Knoblauch point out,typical
 
teaching methods take control ofstudents'writing,leaving them with little to care
 
about,or,as in Larson's example,these methods allow the teacher to assume that
 
the student must notcare ifthe productis extremelyflawed,not realizing the flaws
 
were signs that the writer wasfloundering in care.
 
Caring is misunderstood because affect is misunderstood. In thefollowing
 
quotefrom Phyllis C.Blumenfeld et al.,a limited understanding ofthe affective
 
dimension,particularly caring,is apparent. In"Teacher Talk and StudentThought:
 
Socialization into the Student Role,"they write:"The American schoolis thus much
 
like the Americanfactory,in thatthe small workers whose product is themselves
 
need good managersin order either to turn outa good product or to care aboutthe
 
production process"(189). In factories,workers turn outidentical products;caring
 
aboutthe product or the process ofmanufacture amounts to concernfor meeting
 
the criteria of"good"and"like other products." Thus caring aboutthe likeness of
 
products,analogousin Blumenfeld'sfactory to the affective dimension in
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composition,is moreimportantthan individual concerns,or choices,for the process
 
or product. Theindividual writer/workerfadesinto the background in this picture.
 
Manifestations ofAffect
 
Thusfar,Ihave discussed various perspectives that generally diminished the
 
significance ofthe affective dimension. With the exception ofBrand and Powell's
 
study,Brannon and Knoblauch's work,and the psychological and educational
 
studies discussed in this chapter,mostperspectives view affect as nothing if not
 
cognition,or as separatefrom cognition,or as a developmentalstage ofcognition,
 
and so on. I have also shown studies which describe indifference or ignorance of
 
affect's importance. The students taughtfrom these perspectives are largely taught
 
to bury or ignore their feelings.
 
The effects ofsuppressing affect in learning or in composition are the same as
 
in other aspects oflife. An initial discussion ofthe effectseen in general situations
 
will help putinto contextthe specific effects oflearning and composition theories.
 
Psychologists have observed that children who are continually compelled to bury or
 
ignore their feelings,as often happens,for example,when living with an alcoholic
 
parent,lose the ability to recognize the content or source oftheir feelings;as adults,
 
they may present a blank affect,asthough nothing interests or movesthem. Losing
 
the connection with one's feelings is alearned response to the constant denial of
 
those feelings,an attempt at survivalin theface ofthreats to one's self-esteem.
 
Psychologist Claudia Black identifies a source ofdenial as"family laws"which
 
stipulate,"don't talk,don't trust,don't feel," often inforce in the families of
 
alcoholics. Further,in"IndividualEducation:An Application ofAdler's Personality
 
Theory,"Paul Clark points out that one ofAlfred Adler's basic truths is that
 
everyone hasfeelings ofinferiority. Adler,one ofeducational psychology's most
 
important theorists,holds that"a child with such feelings[ofinferiority]may accept
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suggestions that he/she is bad or stupid and become convinced thatthe teacher is
 
right," or thatsome other authority figure who conveys these suggestions is right
 
(35). Inasmuch as ignoring the affective dimension ofcomposing involves ignoring
 
feelings,living year after year with a strictly cognitive approach to a
 
cognitive/affective endeavor is like living with an alcoholic parent;after all,
 
"emotions are implicated in virtually all human behavior"(Brand and Powell280).
 
Bruner too discusses the"crippling effect ofdeprived human environments....
 
The principal deficits appear to be linguistic in the broadest sense-the lack of
 
opportunity to share in dialogue"(28-29). Dialogue is utterly importantto full
 
humanfunctioning. A thwarted dialogue is similar to denied communication,with
 
similar detriments. AsI will show later with Bennett Simon's work,being
 
misunderstood or inaccurately perceived is tantamountto isolation or exclusion
 
from the group the writer seeks to communicate with;the word"communicate"
 
itselfindicates an establishment of,or a desire to establish,community.
 
Denying students control over the developing text removesa crucial incentive
 
to write and toimprove writing,for "it is precisely the chance to accomplish one's
 
own purposes by controlling one's own choices that creates incentive to write"(159).
 
According to Brannon and Knoblauch,denial ofstudent control can take theform
 
of"elaborate corrections"which appropriate the students'text(158). Brannon and
 
Knoblauch add that"this correcting,"though itseemsto be"showing the
 
discrepancy between whatthe writing has actually achieved and whatthe ideal
 
writing oughttolook like,"also"tends to show students that the teacher's agenda is
 
moreimportantthan their own,that whatthey wanted to say is less relevantthan
 
the teacher'simpression ofwhatthey should have said"(158). In other words,the
 
comparison ofagendasleads to the students'becoming preoccupied with"whatthe
 
teacher wants."
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The difference in agendasseems readily perceptible to students. Brannon
 
and Knoblauch write;
 
Once students perceive this shift ofagenda,their motivesfor writing also
 
shift: the task is now to match the writing to expectations that lie beyond
 
their own sense oftheir intention and method.. . . they areforced to
 
concede the reader's authority and to make guesses aboutwhatthey can
 
and cannotsay. One consequence is often a diminishing ofstudents'
 
commitmentto communicate ideas that they value and even a
 
diminishing ofthe incentive to write(159).
 
In addition to diminishing such affective concerns as commitment,value,and
 
incentive,another consequence Ofthe shift in the agenda is confusion aboutthe
 
intended audience for the writing. Inasmuch asthe writer imagines an audience,or
 
imagines the potential responses and characteristics ofa personally known
 
audience,the perception ofthe audience is colored bythe writer's individuality,
 
influenced by the writer's thoughts and feelings. However,the teacher-reader,as
 
described by Brannon and Knoblauch,usurps thefunction ofa particular audience.
 
The teacher reading as a teacher,that is,the teacher readingfor correctness,takes
 
over the role ofaudience but does not act with the responses a true audience would
 
have,aslong as correctness remains the primary goal ofresponse. Nor is the
 
teacher whoreads as a teacher acting like a real reader,one whoreadsfor
 
understanding. This blending ofthe functions ofteacher,audience,and reader
 
mustsurely confuse the student,who,"writing to expectations" mustnowjuggle the
 
implicit demandsofthree forces meshed imperceptibly,and falsely,as one. This
 
confounding ofresponses,too,further alienates the studentfrom the writing. For
 
thatreason alone,the writer's individuality should be openly acknowledged as the
 
legitimate source ofthe writing;in the words ofBrannon and Knoblauch,"we ought
 
to relinquish our control ofstudent writing and return it to the writers:doing so will
 
not only improve studentincentive to write,but will also make our responses to the
 
writing more pertinent"(161). Thus,byignoring the existence ofthe waystudents
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feel aboutthemselves particularly as writers,as demonstrated byBrand and Powell,
 
or by denying students the opportunity to write like real writers by appropriating
 
their texts,asshown by Brannon and Knoblauch,traditional composition pedagogy
 
delivers the message that how studentsfeelis unimportant,not worth studying,not
 
part ofthe real writing process. To survive as astudent,then,it makessense to
 
bury those feelings orignore them. But,unfortunately,this burying orignoring
 
feelings often results in a blank affect,the apparent absence offeeling in an
 
individual.
 
Many basic writersIVe worked with exhibit this phenomenon,a blank affect,
 
as dosome more advanced writers. Asthe following case studies show,
 
dysfunctional affect is clearly related to previous writing and learning experience,
 
more than it is to skill level or even social maturity. These aresome ofthe
 
students^Ihave tutored one-on-one who presentthemselves as having little or no
 
affect.
 
Whenfaced with an assignment to write aboutatime when misunderstood on
 
the basis ofa superficialfeature(such as race,gender,accent,age)Yolanda,a 17
 
year old blackfemale living inLomaLinda,said she never had such an experience.
 
Ifirst mentioned Yolandain chapter2in the discussion ofsituational vs.
 
dispositional emotion. With Yolanda'slow level ofaffect,the distinction of
 
emotional duration becomes hardly relevant,even distractingfrom more important
 
issues,such as her disdain ofwriting. She also seemed unaffected by the
 
experiences ofothers whenItold her aboutthe topics other students had chosen;
 
she remained quiet,softly smiling now and then asthough humoring me. Atone
 
pointshe said,in a barely audible voice,"whatifone doesn't think it's important?"
 
We were talking then aboutwritingfrom personal experience,about her
 
^ Noreal namesofstudents are used.
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instructor's assignment asa pedagogically valid feature ofteaching effective writing.
 
She added that her previous experience in composition had beenlimited to writing
 
"reports,"that is, writing summaries ofacquired information. Personal experiences,
 
openly subjective thoughts and opinions had no place in her reports,notin their
 
invention,notin their focus,notin their purpose. She had been carefully taughtto
 
leave herselfoutofher writing;she had also accepted the implication that her"self
 
is notimportant. Perhapsshe hadn't had the misfortune ofbeingjudged or treated
 
on the basis ofher surface features,butshe didn't react to our discussion with the
 
naivete such alack ofexperience would suggest. Another possibility is that matters
 
ofmistreatment or feeling are too personalfor her to discuss with a relative
 
stranger;the writing assignmentshe was given assumes that drawingfrom personal
 
thoughts and experiences is easy to do because every student has personal material
 
from which to develop an essay. Besides the circumstance ofYolanda's having
 
been taught notto use personal material,she may have other reasons,like distrust
 
ofa tutor or authorityfigure,for being unable to bring herselffully to the essay.
 
Nevertheless,Yolandawas an uncomfortable writer;she wrote for only short
 
periods and produced little material. Blanknessseemed to serve asa defence
 
against her discomforteven though beneath her passive veneershe was often
 
aimoyed with the task ofcomposition,even angry.
 
Laura was another studentwho said she had only had ejq)erience in writing
 
reports. She was slightly more willing than Yolanda to try vmtingfrom personal
 
experience,or to give an opinion or to tell how she felt about her topics;
 
nevertheless,doing these things embarrassed Laura. She was notconvinced that
 
selfinformed writing has validity,that it could shape her writing or give it purpose.
 
Butshe wascourageous,willing to suspend disbelief,as it were,in experimenting
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with self-referential writing techniquesfrom which use she had been previously
 
barred because ofthe inattention the profession has had regarding affect.
 
While Yolanda and Laura are considered to be basic writers,the reticence
 
with which they approachpersonalinvestmentin composing is shared by many
 
upper level students as well. Karen was notthe only upper division composition
 
student who chose to write asurvey type ofresearch paper rather than an
 
argumentative one because she thoughta survey would exempt herfrom personal
 
involvement,from making and applying critical observations ofher subject and
 
would therefore be easier. WhenItold her that her rough draftseemed like a
 
string ofquotations she said in alarm,"Well,isn't it supposed to be?" She added
 
that anything she thoughtof"camefrom"her sources and therefore the ideas
 
linking the quotes were also "theirs." Another student,Kerry,did notfeel
 
competentto critically examine published texts or disagree with her classmates;
 
when pressed,she would say whether she liked the readings or not,butwhen asked
 
whyshe liked or disliked them she would shrink,physically pull away and say"I
 
don't know;well,I can't really say why." Especially ifher opinion turned outto be a
 
negative one,she would become visibly uncomfortable. Some mightsay Kerry's
 
discomfortshows alack ofanalytical skills more than afailure of affect. Yet
 
critical analysis requires the assumption on the part ofthe critic that her comments
 
are as valid as the materialin the text,that the text is in fact criticizable. Kerry
 
did lack analytical skills,but without the self-confidence required by criticism,she
 
had no base on which she could build analytical skills.
 
^ The word "text"itself helps to demystify written material,takingsome
 
works offtheir intellectual pedestals so that they mightbe more accessible
 
to criticism;"text,"ofcourse,used in this way,is still new.
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Kerry was more accustomed to a passive role and said that she would rather
 
be told whatthe texts mean. Another student added that"the"interpretation ofthe
 
texts is what matters;hers or any other variation ofthis meaning was notimportant.
 
"So,"Ceha wanted to know,"whatdo you want me to write about(this text)? How
 
long does it have to be?" Celialonged for"inspiration"and often verbalized
 
complex and interesting ideas on which she might write,yetshe managed to subvert
 
inspiration and critical thinking,turning herideasinto drudgery because she
 
insisted on the existence ofsomething"outthere"as having greater importance,
 
more control ofthe situation. "None ofmyinstructors have bothered to inspire
 
me,"she wrote. And her own ideas withered pathetically as she concentrated
 
instead on the length ofpapers and what"she had always been told"aboutcommas,
 
for example. Celia had worthwhile things to say and could have developed them in
 
her writing ifshe had accepted the notion oftapping the richestsource ofher ideas
 
and drawing on it via writing;denying the validity ofpersonalthought/experience
 
as asource for expository writing effectively cut Celia offfrom her selfas source of
 
ideas and as source ofinspiration.^
 
Receiving the attention it doesin the work on writing apprehension and other
 
problems,negative affects,such as the angst ejq)erienced by Karen,Kerry,and
 
Celia,or the blank affects ofYolanda and Laura,maysoonfind a place in our
 
understanding oftheir presence in the writing process. Yet,as Brand and Powell
 
^ Thefact thatI only reviewed the cases ofwomenstudents suggests deep
 
implications aboutthe difficulty ofdiscussing emotionalscenarios. Though I
 
discussed affective concerns with all my students,I realize that it was easier
 
for me to modify or shape the women's attitudes;Ifelt more comfortable
 
listening and making suggestionsfor change with people ofmyown gender.
 
I also hstened to the responses ofthe menstudents,butIwasfar less
 
assertive in instructing them in affective concerns. It seemsthat the realm of
 
the affective is not only considered immature relative to cognition but is also
 
considered the province ofwomen. This topic needs much further
 
investigation;a deeper analysis here is beyond the scope ofthis paper.
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state,a more balanced modelofthe affective dimension ofthe writing process
 
needs to be developed. One possible advantage,however,ofthefocus on negative
 
affects may be that through them we can extrapolate the role oftheir positive
 
counterparts. For example,Larson concludes that the students whofelt boredom
 
had"neverlearned to find excitementin writing"(28). Presumably"excitementin
 
writing"is agood thing,if nota necessary thing;how does one learn it? Certainly
 
excitementin writing indicatessome emotionalengagementwith the emerging
 
product or the process. One ofthe bored studentsin Larson's study had"simply not
 
learned that writing holds challenges;hence the option ofbecoming more
 
personally involved wassimply not there"(30). Again,how does one learn this?
 
Yolanda and Laura,the basic writers mentioned above,had learnedjust the
 
opposite,that writing was not challenging buttedious. Wherein traditional
 
pedagogyis the option ofpersonalinvolvement? It is insome expressive writing
 
(poetry,fiction, non-fiction,for example)and perhaps in the invention stage of
 
other kinds ofwriting,butthe affective involvementin writing,limited to expressive
 
writing and narratives,is treated by the profession as the beginning,and only the
 
beginning,ofmore"serious" expository writing.
 
Basic writers in particular have been disenfranchised from their connection to
 
the milieu ofthe writer;the sense ofcommunity,belonging,and continuity is
 
denied them,or simply unavailable to basic writers. Yes,they lack the skills that
 
might help or enable that connection toform,but more importantly it is the realm
 
ofaffectfrom which they are barred. Furthermore,since affectfiguresimportantly
 
in the sense ofconununity,itseems more urgent toforge the affective connection
 
first, establishing a comfortable,confident base on which to structure other skills;I
 
discuss the significance ofcommunityin greater detailin chapter 4. As Mina
 
Shaughnessy puts it,"Gut offfrom the impulse to saysomething,orfrom the sense
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that anything he mightsay is importantto anyone else,he[the basic writer]is
 
automatically cut offfrom the grammaticalintuitions thatwould serve him in a
 
truly communicative situation"(Errors 86). AsI have noted above,the need to
 
construct narratives transcendsforms;writing is notthe only way to do it. Butto be
 
unable to use writing when one wants(or needs)to is incredibly frustrating;the
 
inability is tantamountto thwarting the narrative impulse altogether,since the
 
choice has been made to write,notto paint,speak,or photograph. Basic writers
 
have been cutofffrom their ownfeelings/impulses/thoughts as the ultimate
 
narrative source.Almost all the basic writers I've worked with expressed disdain
 
and unfamiliarity with the notion ofpersonally expressive Avriting,or ofdrawing
 
from personal experience to explain or enhance writing topics,or ofconsciously
 
acknowledging the author's presence as an individualin other kinds ofwriting.
 
Basic writers,and some more advanced students too,generally feel thatschool-

sponsored writing should be thoroughly devoid ofany trace ofthe author's
 
presence. Some ofthem have said,"you shouldn't put yourselfin an essay,""I've
 
never put myownfeelingsin a paper;I've only written reports,""you cati't use Tin
 
a paper,""butwhatdoes the teacher want? WhatshouldIsay?" That writing can
 
be anything ofvalue other than the whimsical demandsofapparently impractical
 
curriculae is unknown to manystudent writers. AsI mentioned earlier,a
 
conclusion ofLarson's is that those writers he studied who were bored or overly
 
anxious had"never learned to find excitementin writing,"or neverfound that
 
writing"holds challenges"or is otherwise a worthwhile task(28,30). Butwhere or
 
when does astudentleam these things? Notin those schools where the trffective
 
dimension ofcomposing is left out ofthe curriculum.
 
Interestin infusing curriculum with the affective dimension is increasing,
 
however.Toward this end,Carl Bereiter and Marlene Scardamalia reportthat
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"something more than cognitive skills is involved"in achieving the goal of"high
 
literacy"(25). In"An Attainable Version ofHigh Literacy:Approaches to Teaching
 
Higher-Order Skills in Reading and Writing,"Bereiter and Scardamalia discuss
 
high literacy as associated with intentional learning,which,though rare,occurs
 
when the student deliberately seeks to acquire some generalizable knowledgefrom
 
the results ofa task. The affective dimension ofintentionallearning includes"a
 
motivational aspect... a willingness to invest effortin learning,"the mental
 
grappling which I mentioned in the first chapter(25). Currentteaching models,
 
according to Bereiter and Scardamalia,foster adaptive learning,where the learner
 
satisfies the requirements or reaches the ceiling ofthe particular circumstances,at
 
which point only an external prod would initiate further learning in the individual.
 
Adaptive learners satisfy minimalrequirements,goals which are externally set.
 
Bereiter and Scardamalia contrast intentional and adaptive learning with the
 
constructs,"knowledge transforming vs knowledge telling."(25). Whenintentional
 
learners transform knowledge theytake new information,compare it to old,
 
respond to it with whatever intellectual or emotionalfaculties are at their disposal.
 
The result is new knowledge,new because intentionallearners,through supportive
 
teaching models,alter their previous knowledge with new connections and
 
applications. Adaptive learners,on the other hand,tell knowledge. Adaptive
 
learners are taught to acquire agiven portion ofnew information and to show,or
 
tellj that they have done so,often through reports or tests. Even ifencouraged to
 
dosomething with their acquired knowledge,to think further or apply itsome way
 
ina different context,the currentteaching model does notsupportsuch a departure
 
from the itinerary ofthings to know. Whatis left outofthe adaptive learning
 
scenario is sufficient attention to an individual's interests and intentions,an
 
apparentlyimportant part ofanindividual's affect. AsBereiter and Scardamalia
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put it, a learner's "interests and intentions are notjust mediators ofcompetence.
 
They are part ofa person's competence-something to be developed"(14).
 
Educational psychologist Robert Slavin echoes Bereiter and Scardamalia's
 
assertions. In"Non-Cognitive Outcomes ofCooperative Learning,"Slavin makes
 
the case that affective and cognitive gains are both important;one should notbe
 
sacrificed to the other.
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Chapter4
 
The Affective Dimension in Writing as Narrative:
 
TheImportance ofAcceptance
 
An essential understanding to be distilled from the foregoing discussion is
 
that affect is a basic componentofintelligence or mentalfunctioning. Another
 
conclusion to be drawn is that affect is not normally inactive;to reach that state it
 
mustbe suppressed orignored. In whatway,then,is affectso essential,so dynamic
 
and interactive? Theimportance ofaffect lies in the way itinforms our drive to
 
connectwith the world around us. AsRoland Barthes puts it, ours is a"humanity
 
tirelessly undertaking to create meaning,withoutwhich it would nolonger be
 
human"(305). We hypothesize,explain,test,wonder;wejuxtapose separate ideas
 
and in doing so create new ideas. Wecompare disparate things to each other and
 
thus enhance,invent,facilitate,or obscure meaning. The drive to understand,the
 
need to explain and create are affect-powered. AsI discussed in chapter 3,the
 
affective dimension ofwriting can be well understood as"The WhyofCognition,"to
 
use Brand's title. Yetthis meaning-making is subjectto the limitation or shaping of
 
feelings thatgoesonin school;constructing meaning becomes clandestine,even
 
truncated,where schoollearning requires the student to tamp down affect,or to
 
reporton meaning,not construct it. As Gardner notes,"Mostcontemporary
 
psychological analyses assume an individualeager to leam;but,infact,such factors
 
as proper motivation,an affective state conducive to learning,a set ofvalues that
 
favors a particular kind oflearning,and asupporting cultural context are
 
indispensable(though often elusive)factors in the educational process"(373). All
 
ofthese indispensable factors are primarily affective concepts: motivation,values,
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the support ofa cultural milieu. Further,the educational process he speaks ofneed
 
notbe limited to the formalschool kind. Buthow do we understand these
 
concepts? How do we classify motivation,for example;whatdo we do with values;
 
ofwhatuse is a supporting culture? The use to which we putour affective
 
knowledge is the construction ofnarrative in an effort to build meaning. Moreover,
 
narrative making,which includes writing,is the primary mode ofmeaning
 
construction. Affect not onlyimpels thisforce;affect also mediates our
 
construction before we can narrate it,like a filter,regulating our interpretations.
 
By discussing narrative'sfundamental place in human nature,BennettSimon
 
illuminates much ofthe affective dimension,strengthening theconnection ofaffect
 
to writing.'* In"TragicDrama and the Family:The Killing ofChildren and the
 
Killing ofStory-Telling,"Simon discusses how the listeners,the audience ofancient
 
epic tales,gained an awareness ofpast,present and fiiture as though their lives and
 
the narrative,and the characters in the narrative,were"somehow partofthe same
 
time warp and woof(153). Iwould add thatthe composersofepic tales also
 
gained this connection to others,past and future;these tales were often altered,or
 
restructured,by the listeners,and by the act ofretelling,so that everyone involved
 
in creating the epic became connected. Ancientdrama also took"for granted a
 
human need and wish for such nourishing and culturally sustaining narratives"
 
(162). The connection narrative provides us to the world is one ofcommunity and
 
chronology~the affirming presence ofothers and security in the sense ofpast,
 
present,and future. In Beckett's Endgame,for example,Simon points outthat"we
 
'* Perhaps it is easier to perceive the affective dimension in narrative,since
 
the drive to narrate is morefundamentalthan the impulse to write,which is
 
only one kind ofnarrative. Wecan also narrate through dance,song,
 
painting,film,physical posture,etc. Writing is an especially importantform
 
to the culture whose language-base is a written one.
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witness the progressive degradation and dissolution ofthefundamentalhuman
 
activity oftelling a story. The motives to tell a story[constructa narrative]are
 
gradually eroded as it becomes clearer that there is no audience interested in
 
hearing and thatthe story-teller mustincreasingly talk to himself(166). Notonly
 
are the story-telling or narrative-making motives eroded bylack ofaudience
 
interest,butthe story or narrative itself disintegrates. Communityand temporal
 
security depend on the intact relationship between narrator and audience(or
 
listener,or reader);ifone halfofthe partnership is impaired in any way,the
 
narrative betweenthem is also impaired.
 
Getting back to narrative as writing then,a disintegrated composition may
 
indicate this lack ofconnection to an audience. Thislack ofconnection can be
 
construed as alack ofa supporting cultural context,or it can indicate a sense ofnot
 
being heard,not being understood,not being accepted as part ofthe community of
 
teller/listener. A breach in the coimection ofwriter to reader,audience,purpose,
 
or textseemsespecially apparentin the situation where the irrationality of
 
dysfunctional rules is explained to the writer,yet the writer persists in clinging to
 
them. Ironically,our students have been telling us about this breach for years:
 
"whatdo you wantme to write?""how many pages does it have to be?""personal
 
writing is notimportant,""writing essays is notimportantfor thejob I want,""can't
 
useTin a paper,""I have nothing to say." These often-heard comments betray a
 
superficial relationship ofwriter to various aspects ofwriting,the reader,the
 
purpose, the text itself.
 
Simon's work with how the capacityfor narrating functions in tragic drama as
 
a kind ofmental health barometer can be extrapolated to forms other than tragic
 
drama,particularly those narrative forms which also highlight the connection of
 
writer/narrator to audience. Somefeatures ofthe writer/narrator to audience
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connection are a strong sense ofcommunity and continuity with one's people
 
(particularly one'sfamily)and a sense ofon-going chronology(the sense that
 
someone has come before and others will come after,a kind ofimmortality). What
 
Simon does with these sources ofconnection is show how they are reflected,
 
depicted,conveyed through the narrative oftragedy and through the narratives
 
made bythe characters within the story. In Simon's words,"ifthere is terrible
 
trouble within the family and athreatfrom within to the family's existence,we hear
 
ofanxiety about narrating and anxiety abouttime"(153).
 
To expand a little,ifa character feels alienated from the community,or the
 
continuity ofthe conununity's existence is threatened,that character's narrative-

making ability will be hampered,indicating the presence ofanxiety. Thatcharacter
 
may express anxiety about narrativein a number ofways;that character may have
 
difficulty speaking,or be silenced by a secret,or be denied an audience-anyone to
 
listen to or receive the narrative. Thesame phenomena happenin otherforms of
 
narrative;the basic need to narrate is not Umited byform,such as speaking or
 
writing,butby other needs,such as the need for audience,someone to receive the
 
narrative and the need to express oneselfwithoutimpediment. Tosee a mundane
 
example ofnarrative and its relationship tO human needs,think aboutthe impulse
 
to tell another person abouta particularly bad day. Perhaps you groan,make
 
grandiose statements like,"this was the worst day ever in my life." Perhaps when
 
you get to actually narrating the events,you start to gesticulate wildly,your voice
 
getslouder,you moan. Something happened that threatened your psychological
 
equilibrium and your narrative shows it; it's riddled with anxiety;you can'tspeak
 
(narrate)clearly or normally,onlyin grunts or shouts. Another response to the bad
 
day maybe not wanting to talk about it,in other words,not wanting,or notfeeling
 
able,to construct that narrative. Or,suppose no one is available to listen should
 
44
 
you wantto talk(narrate);does that notfeel isolating,lonely,cut off, discontinuous
 
with other human beings? Thus"chariness ofspeaking"also indicates anxiety
 
(Simon 156);in writing,terse or sparselanguage mayindicate the writer's anxiety
 
on any ofa number oflevels.
 
Toillustrate narrational anxietyfurther,Simon provides numerous examples
 
from literature. A particularly striking one is the linefrom Macbeth(V,5,11.26-8):
 
life is"atale/Told byanidiot,full ofsound and fury/Signifying nothing." The
 
comparison ofMacbeth's troubled life to a narrative is particularly telling;the
 
language shows Macbeth's anxiety,that his connection to his world is profoundly
 
threatened.(Note too that Macbeth mustkeep his ambitious feelings and murders
 
secret with Lady Macbeth;atthe pointshe can nolonger provide an audiencefor
 
Macbeth,his world,as betrayed by his narrative,breaks down.) Asthese two
 
examplesshow,the commonground shared by the mundane and the literary is the
 
narrative.
 
The concept ofexpository writing as another kind ofnarrative presupposes a
 
definition of"narrative"broader than"telling a story";it includes the impulse to tell
 
our stories,to tell something about ourselves. The concept also presupposes a
 
writer with a purpose,a writer having something to say. With Simon'sinsights we
 
canthen see that blocking,for example,is an extreme manifestation ofnarrational
 
anxiety,that other difficulties with writing,especially those that persistin theface
 
ofremedial pedagogy,show a disturbance in the relationship between the writer
 
and her or his milieu,orsome aspect ofit,whether the subject matter,the
 
community ofwriters,the social community. Applebee and othersseem to
 
recognize the need to narrate when they argue that"school writing mustbe
 
motivated by a need to communicate and mustbe valued as an expression of
 
something the writer wantsto say"(180). Shaughnessy also recognizes the narrative
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need ofwriting,but,unfortunately,documentsthat schoolsponsored writing does
 
notfacilitate the need or desire to communicate but supplants it with an artificial
 
purpose. According to Shaughnessy,real or non-artificial writing is highly personal.
 
A psychological connection to one's environment~and to one's text-is thus all
 
importantto the successful writer;it enables audience awareness,guides
 
grammatical/linguistic choices(Shaughnessy Errors^ and informsthe writer's
 
purpose. This connection,largely dependenton perception,is ruled by the writer's
 
affect.
 
Affect thus serves as a filter, allowing us,in part,to make choices amongthe
 
infinite possibilities available to us in reasoning,to determine which options wefind
 
acceptable,as previously noted. Affect provides astandard ofsorts against which
 
we can measure any option;thus we have opinions,values,weaknesses,strengths,
 
penchants,peeves. HeidiDulay,Marina Burt,and Stephen Krashen coined the
 
term "affective filter" to name the phenomenon second-language learners
 
experience in using an unmastered language. In the new language situation,the
 
speaker's affect will control how much speaking the learner can comfortably do.
 
The affective filter sets alimiton discomfort,allowing the speaker to experience
 
psychologically threatening situations only to an extent with which the individual
 
can cope. Another kind offiltering is whatPaulde Man offers as an explanation of
 
resistant thinking. In"The Resistance to Theory,"de Man points outthat"It is a
 
recurrentstrate^ofany anxiety to defuse whatit considers threatening by
 
magnification or minimization,by attributing to it claims to power ofwhich it is
 
bound to fall short"(5). Actually,de Man's use ofthe word "anxiety"could be
 
better understood as the affective dimension in a state ofthreat. Writing itselfis
 
threatening for some;the rigidity or clinging that Rose says characterizes writer's
 
block maybe the filter,or defense mechanism,employed when theimpulse to
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narrate clashes with the suppression ofaffect,the suppression ofthe need to
 
narrate,making the act ofwriting threatening.. Thus,affect enables us to defuse
 
threat,whether we're threatened by speaking a newlanguage,or by new theories
 
which challenge our current beliefs,or bythe act ofwriting itself.
 
Affect can therefore serve as acommon denominator,or filter,for the
 
decision making process involved in making senseofthe world,in speaking a
 
foreign language,and in writing. Notsurprisingly then,a similarity exists in the
 
writing difficulties ofsecond language learners who lack self-confidence,have low
 
motivation,and who have high anxiety with the writing problems ofbasic writers
 
(Clark,Irene 74). Moreover,it is the individual nature ofthis decision making
 
process that"determines cognitive style and writing style"(Brand 437). AsBrannon
 
and Knoblauch have told us,choices exist throughoutthe composing process;the
 
choices existfor the individual.^
 
Yet another area ofcomposition where the affective dimension ofwriting is
 
particularly visible is in the area ofwriter asreader responding to texts,whether
 
selfgenerated by the student writer or written bya professional. In Norman
 
Holland's essay,"UnityIdentity Text Self,"he talks aboutthe interaction ofselfand
 
text,saying that readers bring their identities into their interpretations oftexts.
 
Each reading creates a new experience:
 
"we interpret the new experience in such a way asto cast itin the terms of
 
our characteristic way ofcoping with the world. Thatis,each ofus will
 
find in the literary work the kind ofthing we characteristically wish or
 
fear the most.Therefore,to respond,we need to be able to re-create
 
from the literary work our characteristic strategiesfor dealing with those
 
deep fears and wishes"(124).
 
^ Even other points ofview,such as cognitive-based perspectives of
 
composition,assume the decision making character ofwriting,if notthe
 
individuality;primarily cognitive modelsseek to enumerate discrete stepsin
 
the writing process and connectthese in flow-chart fashion.
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In producing a composition,astudent constructs a text;to re-read it,to revise,to
 
work with it,these same strategies which Holland talks aboutin terms of
 
responding to a"hterary work,"mustgo onin the writer writing.
 
This need to re-create the literary work is basically the same asthe need to
 
narrate. In re-creating the text we are constructing a new narrative,one which
 
includes or connects usto it. Denialofthis inclusion or connection is what happens
 
when the writer does notsee the product asa text,does notsee the validity or
 
applicability ofresponding as a reader to either the self-generated paper or to the
 
published essay assigned as exemplary reading. The writer might notfeelincluded
 
or see a connection between selfand text if this aspect ofwriting,the affective
 
dimension,has been closed to the writer.
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Chapter5
 
Facilitating the Writing as Narrative Connection
 
Though the affective dimension is difficult to quantify or objectifyin a way
 
that would make it easy to work with,we should notignore it. Its nebulousness and
 
individuality are not appropriate reasons to bypass understanding it and using that
 
understanding in our teaching. Indeed,some researchers havefound solutions,
 
ways to reestablish the writing-as-narrative connection by calling uponthe affective
 
dimension. Brannon and Knoblauch,for example,offer ways the written
 
commimication between teacher and studentcan effect the narrative connection;
 
other teachingformats include reader-response work(where the reader can be the
 
writer or a peer,and the response can be to a student composition or a published
 
text),and one-to-one conferencing.
 
Throughoutthe process oflearning to write effectively,students need to be
 
asked what they feel,whattheyintend. They need explanationsfor whyand how
 
their feelings and intentions affect their work,and they need to know that then-

work is a valid expression ofthemselves. Brannon and Knoblauch offer general
 
questions that teachers can ask their students,pointing outthat"Writers know what
 
theyintended to communicate. Readersknow whata text has actually said to them.
 
Ifwriters and readers can exchange information aboutintention and effect,they
 
can negotiate ways to bring actual effect as closely in line with a desired intention
 
as possible"(162). This negotiation forges the connection ofintention and effect as
 
well as the connection ofwriter and reader-the narrative bond. Questions as to
 
whatthe writer intended to communicate can specifically facilitate invention.
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helping writers determine or refine whatthey wantto say;such questions can also
 
shape writers'purposes,giveform to their thoughts,suggest structures for their
 
ideas. Such questions can also guide drafting and revising,suggest other issues the
 
writer may need to addressin order toforge the narrative connection with the
 
reader(or community or audience).
 
In the context ofthis questioning ofthe writer,Brannon and Knoblauch state
 
that the responses ofa reader to a writer should be,"Ideally,.. . face toface"
 
(163). Butwhere individual attention is difficult to facilitate,Brannon and
 
Knoblauch suggest"a wayfor teachers to simulate the conference modelwithout
 
having the student actually present"(163). Their model calls for the drafting ofan
 
essay where astudent writes the purposes ofdrafted paragraphs in a wide margin
 
nextto the draft itself. The teacher then comments on the effectiveness ofthe draft
 
relative to the stated purposes,and maycommenton the purposes as well,or those
 
the teacher perceives butthe writer has not explained. Multiple draft assignments,
 
ofcourse,are necessary because they provide students with"the opportunity to
 
reassert their points ofview or to explain whatthey were trying to do....[and]
 
provide an opportunityfor dialogue abouthow effectively the writer's choices have
 
enabled the communication ofintentions"(162).^ AsBrannon and Knoblauch note,
 
the shiftin"focus then will be,not on the distance between text and some teacher's
 
personal notion ofits mostideal version,but rather on the disparity between what
 
the writer wanted to communicate and whatthe choices residing in the text actually
 
cause readers to understand"(161). This kind ofcommunication between teacher
 
^ Iwould add that,in general,writing assignmentsshould compelstudents
 
to draw on their thoughts and feelings as well as their experiences and newly
 
learned material.
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and student amountsto no less than the acknowledgement ofthe writer as asource
 
oflegitinaate feeling;it provides the basisfor that crucial narrative coimection.
 
Another method which forges the writer's narrative connection to others is
 
reader-response work,applying the theories ofLouise Rosenblatt,Stanley Fish,and
 
others,which assert the primacy ofthe reader in constructing meaningfrom a text.
 
In reader response work,the writer receives responsesfrom actual readers,whether
 
peers or teachers. Both kinds ofreaders should read for understanding and tell the
 
author whatthe reading ejq)erience waslike. Areader can say,for example,"It
 
soundslike you're saying such and such,""I don'tknow if you mean this or that,"or
 
"Your spare use ofadjectives makes the description really strong." These responses
 
mustbe typical ofhow the reader would respond to any text,without taking into
 
account that the text was only written by a student,or was only a class assignment.
 
This kind oftrue response is what Virginia Chappell callsfor in her paper,
 
"Teaching Like a Reader Instead ofReading Like a Teacher." Chappell says that
 
students need to see"the interactive nature ofwritten discourse,"whathappens
 
when a realreader encounters students'written texts(7).Whathappens when real
 
readers encounter students'texts is the reception ofthe students'narratives. The
 
subjective responses ofreaders to the narratives are importantinsofar asthey
 
determine whether the students'very real need for narrative connection is metor
 
not.
 
The narrative connection can also be fostered by eliciting the same type of
 
responses to published texts. A reader response discussion ofpublished work has
 
the benefit ofshowing students that published writing features the same skills they
 
are learning and is subject to the samefreedoms and limitations ofstudent work.
 
Reading logs,for example,require students to actively respond to the assigned text;
 
in ajournalformat,students question the text's meaning and its effectupon them.
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Whenthey actively respond to the text's narrative,students complete the narrative
 
circle. In other words,the students as readers are placed on the receiving end of
 
the narrative connection;as readers they ftmction as the community with which the
 
narrative mustconnectin order to make sense.
 
Understanding and facilitating the need for narrative connection is best
 
accomplished face-to-face with peers,as discussed above,or with the teacher,as
 
outlined by Charles W.Dawe and Edward A.Dornan. The one-to-one interaction
 
provides the"Instantfeedbackfollowed byimmediate revision[which]is the heart
 
ofthe conference method,"according to their book,One-to-One:Resourcesfor
 
Conference-Centered Writing(4). Dawe and Dornan provide asystem ofshort
 
individual conferences that can supplant a regular classroom method,butwork
 
within the same timeframe.Dawe and Dornan draw supportfrom astudy
 
completed by the Los Angeles Community College District. The report,titled,
 
"Testing the Effectiveness ofthe One-To-One Method ofTeaching Composition,"
 
shows that"students taughtin conference-centered classes made significantly
 
greater gainsin writing proficiency than students taughtin nonconference classes.
 
Moreover,.. . morale was higher among teachers and studentsin conference
 
classes thanin nonconference classes"(Dawe and Dornan 5).(The report also
 
shows that cost ofteaching is not affected. Thesame teacher/student ratio exists;
 
only the teaching method is changed.)
 
The method,first elaborated by Roger Garrison,begins with individual
 
conferences held with astudent based on a previously obtained sample ofthe
 
student's writing. From this conference,the teacher,with the student,determines
 
the writer's instructional needs. The student workson subsequent drafts in class;
 
the teacher confers briefly with the student throughoutthe composing process.
 
Notes are kept by the teacher as to which skills the writer needs to work on,which
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have been mastered,which need to be worked on bythe entire class. Whatthe
 
individual conference has that worksso well is the face-to-face exchange,noted
 
above as"ideal"by Brannon and Knoblauch,centered onthe writer,the work in
 
progress,and the all-important narrative connection which the writer seeks to make
 
through the written text. Conferencing also promotes the students'texts as
 
legitimate expressions ofthemselvesin writing,afunction ofthefundamental
 
impulse to narrate our lives,to use the language ofSimon.
 
The concern shownin the conference for the student relative to the work
 
mustbe genuine on the part ofboth teacher and student. Students who are not
 
used to consulting their feelings or who do notunderstand how affect is connected
 
to writing can easily withdraw intellectually,by notpaying attention,or physically,
 
by hiding behind another student;there are manyways asI mentioned earlier
 
people can defend against psychological threat. In alarge class,this avoidance can
 
go unchecked. In an individual conference,this behavior can be dealt with before
 
teaching continues;it mustbe dealt with ifthe teaching is to be effective.
 
Another benefit ofconferencing is that it involves students directly in the
 
instructional process,establishing students'rights to their own texts,to combine the
 
language ofDawe and Dornan,Brannon and Knoblauch. Shaughnessy offers more
 
concrete benefits,asserting that"the conference between teacher and student
 
remainsthe bestway to discover how students have perceived their instructions";
 
she adds that"the ability to revise or proofread is probably most effectively
 
developed when studentsin smallgroups become one another's audiences"(Errors
 
287).
 
The benefits ofconferencing,as well as the benefits ofthe other methods
 
discussed in this chapter have incommon the acknowledgementofthe affective
 
dimension,the acknowledgement ofconnection through narrative. Let me add to
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the list ofbenefits empowering,the way Leslie Ashcroft uses it. In"Defining
 
'Empowering,'"Ashcroftrecognizes thatthe ability or power to write effectively is
 
"presentin the students themselves"(144). Transmitting this recognition to the
 
student,face-to-face,is utterly legitimizing. That this power to write effectively is
 
possessed by thestudent,however latently,testifies to the importance we attach to
 
the abilityto write,the mostcommon meansofexpressing our narrative impulse.
 
Whatthe researchI have discussed hasshown is that although these benefits are
 
primarily affective,that is,they serve ourfeelings,our psychological needs,these
 
benefits are notsuperfluous instructional luxuries. For effective writing,they are
 
imperatives.
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